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This study is based on the recognition that EFL students in the context of a Korean university not
only had limited exposure to English but also were reluctant to actively participate in their own
learning; thus they needed a useful reading program. Acknowledging the situation, the current
study initiated an extensive reading (ER) program incorporating the approach of active learning
and applied the ER program to a regular EFL reading class for a semester. The reading class was
small with nine students and taught by one of the co-researchers. The exploratory study aimed to
examine how students engaged in the ER program and how the participants perceived their new
experience of the program. To this end, students’ book reading reports over eight sessions of the
ER program and post-task interviews were qualitatively analyzed. The data analysis suggests sev-
eral findings. First, the analysis implied that students eagerly engaged in their learning processes
during the ER program. In return, their confidence and motivation in reading English texts im-
proved. Second, it proposed that during the ER the students were responsible for their own learn-
ing and were autonomous learners. The study concludes with suggestions for pedagogical practice
and for future research.

I. INTRODUCTION

the focus of teaching action should be on what students
are doing, not teachers (Weimer, 2002). Active learning

How to maximize the effectiveness of learning is one
of the most critical issues in the context of education.
Educational practitioners, institutions and researchers are
constantly trying to find solutions to improve learning
efficacy. In line with their efforts, active learning has been
suggested as a pedagogical model. One central principle of
active learning, taking a learner-centered approach, is that

* Funding for this paper was provided by Namseoul University.

was first defined by Bonwell and Eison (1991) as “any-
thing that involves students in doing things and thinking
about the things they are doing” (p. 2; emphasis added). As
opposed to traditional teaching, where learners sit and pas-
sively listen to the information presented by the instructor,
active learning engages students actively in the process of
learning through activities in class (Bonwell & Eison). In
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other words, the effectiveness of learning, according to ac-
tive learning, is measured by whether the learners are the
main agents and actively engaged in the learning process.

Basic elements of extensive reading (ER) seem to share
the attributes of active learning. ER refers to a pedagogi-
cal approach of giving learners time to read large quanti-
ties of materials at their own rate within their own levels
(Bamford & Day, 2004). When provided with independent
reading time, learners can experience, experiment with
and discover the language on their own. Further, as ER
involves learners’ self-selected reading for obtaining plea-
sure (Pigada & Schmitt, 2006; Taguchi & Gorsuch, 2002),
learners can choose the material they want to read. As a
result, in extensive reading, learners enjoy reading without
stressing out; more importantly, they become engaged in
the process of language learning.

As discussed, although ER can be seen as compatible
with active learning, its concept in the research litera-
ture is often limited to a tool for providing input for L2
learning. With support from theories that prioritize the
importance of input for L2 acquisition, it is claimed that
ER plays a significant role for L2 learning, especially in
a context where learners have inadequate input, because
its materials provide substantial linguistic input for de-
veloping learners’ linguistic competences (Bell, 1998;
Horst, 2005). Copious studies on ER have been conducted
to verify its usefulness for L2 learning. The foci of those
studies were largely on examining the effects of ER on
L2 reading skills and abilities (Bell, 2001; Hafiz & Tudor,
1989); reading rate (Beglar, Hunt, & Kite, 2012; Matsui &
Noro, 2010), vocabulary (Horst, 2005; Poulshock, 2010),
grammar (Yang, 2001), writing (Elley & Mangubhai,
1983; Hafiz & Tudor, 1989; Tsang, 1996), and general
L2 proficiency (Iwahori, 2008; Mason & Krashen, 1997).
However, in contrast to the abundance of research on ER’s
effects on the improvement of various language-related ar-
eas, there is little investigation into whether ER is effective
for enhancing learners’ engagement in their own learning
process, which is the core of active learning.

Given that the importance of students’ active participa-
tion in the process of learning is well acknowledged, ER
seems to be an adequate approach as it intends to provide
students with an opportunity to read for themselves. In real
classroom contexts, however, it is not quite trouble-free
to make students read extensively on their own. In fact,
it has been noticed that reading in L2 itself can quickly
frustrate students and decrease their motivation to read (E.
Ro, 2013; Saito, Horwitz, & Garza, 1999). In intensive
reading (IR) classes—which usually require students to
translate texts line by line, analyze challenging texts, or
memorize difficult vocabulary in the texts—students can
be passive, and their role for reading and learning is often
limited (Yang, Dai, & Gao, 2012). The unenthusiastic atti-
tude of students is observed even in ER classes. Actually,
several researchers on ER have pointed out that students’
lack of motivation to read is a main obstacle for employ-
ing in-class ER effectively (Kirchhoff, 2015). Susser and
Robb (1990) emphasized students’ motivation to read for

a successful ER program rather than the amount read-
ing—particularly when ER is conducted as an in-class
activity, students have little or no prior reading for ER, or
students do not have positive views of English language
learning per se. Acknowledging the potential problems
in implementing ER in a class, as underlined by Grabe
(2009), it is reasonable to argue that “extensive reading, to
be reasonably successful, generally requires a significant
effort to motivate students” (p. 326). Yet, ironically, how
to promote Korean EFL students’ motivation to read in
English and their participation in reading classes has not
been much discussed in the literature of ER research and
pedagogy.

In an effort to increase students’ reading motivation as
well as to provide more meaningful learning environments
for the students, the current exploratory study designed
an ER program incorporating active learning. For the ER
program in this study, collaborative activities and indepen-
dent activities were not employed as mere post-reading
tasks but integrated into the major parts of the program.
As mentioned earlier, ER is usually seen as a means to
provide L2 learners with input; thus there has been little
research on examining an in-class ER program as active
learning. In this vein, the current study has developed an
in-class ER program employing active learning. In partic-
ular, the study aims to explore whether implementing the
active learning ER program in an EFL reading classroom
setting at university level would be possible to help stu-
dents engage in the process of learning through analyzing
students’ reading reports and interview.

Il. LITERATURE REVIEW

1. Clarifying the Concept of ER and Its Features

Basically, to read extensively means to read in quantity.
Applying this basic meaning to the context of teaching
languages, Palmer (1968) distinguished the term extensive
reading from intensive reading. The distinction still seems
well accepted. Whereas intensive reading refers to the
careful reading (or translation) of short texts with the goal
of complete and detailed understanding, extensive reading
means reading large amounts with the aim of getting an
overall understanding of the reading material. Following
Palmer’s definition, several researchers attempted to char-
acterize the term. For example, Mikulecky (1990) con-
sidered ER in terms of its purpose and labeled the term as
pleasure reading. Day and Bamford (1998) defined ER as
a pedagogical approach that encourages learners in a large
amount of reading. Grabe and Stoller (2011) clarified the
term as a pedagogical approach “in which learners read
large quantities of material that are within their linguistic
competence” (p. 286) by adding the quality of reading ma-
terials to the notion of ER.

Researchers also discussed their views of the principles
of ER in establishing and implementing ER programs.
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Among the various views, Day and Bamford’s (2002)
suggestion for ER has been considerably well recognized.
Based upon their earlier study on ER (Day & Bamford,
1998), the researchers claimed that successful ER pro-
grams had 10 principles. The 10 principles were:

1. The reading material is easy.

2. A variety of reading material on a wide range of
topics is available.

3. Learners choose what they want to read.

4. Learners read as much as possible.

5. The purpose of reading is usually related to plea-
sure, information and general understanding.

6. Reading is its own reward.

7. Reading speed is usually faster rather than slower.

8. Reading is individual and silent.

9. Teachers orient and guide their students.

10. The teacher is a role model of a reader.

(Day & Bamford, 2002, pp. 137-141)

One noteworthy point is that even though the above
characteristics are generally accepted, there seem to be
very few ER programs which employ all of the 10 princi-
ples. Recently, Day (2015) investigated whether the prac-
tice of ER in the foreign language classrooms followed
the 10 principles. The researcher reviewed 44 articles on
ER. Findings of the examination show that none of ER
programs in the reviewed articles practiced all the 10 prin-
ciples. Based upon the findings, Day argued that using the
principles of ER depends upon the context in which an ER
program is set; further, the nature of ER needs to be seen
as a continuum. The continuum, according to him, goes
from an ER that uses all of the 10 principles (the pure
version of ER) to a program that uses one of the principles
yet is called ER (the fringe version of ER). In short, there
is no single approach to the practice of extensive reading.
This implies that there is flexibility in the practice of ER.

2. Re-conceptualizing ER for the Study

On the basis of the reasoning that the directions the
practice of ER takes are contextually situated, the current
study tried to reform ER particularly for the context of a
Korean university classroom and integrated it with active
learning. For that purpose, components of collaboration
were applied to the ER program. As quite a few research-
ers suggest (Komiyama, 2013; McRae & Guthrie, 2009;
Udvari-Solner & Kluth, 2017), collaboration is a key el-
ement of active learning. According to those researchers,
through collaboration learners combine their knowledge
from what they learn one another; this is the core of the
learning process. McRae and Guthrie (2009) argue that
“when teachers support the need for collaboration by
allowing students to share ideas and build knowledge
together, a sense of belongingness to the classroom com-
munity is established, and the extension and elaboration of
existing knowledge is facilitated” (p. 66).

The significance of collaboration has been supported

by research particularly in relation to L1 reading moti-
vation (Cho, Xu, & Rhodes, 2010; McRae & Cuthrie,
2009). Overall, the previous research investigating the role
of collaboration in L1 reading motivation demonstrated
that social interaction during collaboration intensifies
learners’ reading motivation, whereas working alone un-
dermines their motivation. Unlike research in the context
of L1 reading, collaboration has not been a focus in the
area of research on L2 extensive reading. In fact, ER in
L2 is mainly viewed as a solitary task. Furthermore, as
mentioned formerly, students’ motivation in L2 reading is
volatile, and collaboration has not much been utilized in
ER programs to enhance students’ motivation in extensive
reading.

L2 researchers, even though still in a limited capaci-
ty, have begun to pay attention to collaborative learning
principles in extensive reading and generally uphold their
pedagogical merits. A study conducted in the context of
Taiwanese university courses (Shen, 2008) explored fac-
tors that led the students doing an L2 ER program to suc-
cess and enjoyment in reading. The study found that stu-
dents attributed the success and enjoyment of ER to peer
cooperation, such as group work and discussion, as well
as plentiful reading materials at a suitable level. A more
recent study by Kirchhoff (2015) explored how students in
a Japanese context experienced the book talks which they
had with peer students during extensive reading classes.
The study was built upon an assumption that when stu-
dents share what they are reading, they may motivate oth-
ers to want to read the book; they may learn to experience
the joy of sharing a book they have read. Findings of the
study demonstrated that talking about their own reading
with others upheld student intrinsic motivation to read and
secured their engagement in the program and the enjoy-
ment of reading. Based upon the findings, the study also
suggested that book talking as a collaborative task may be
a useful strategy for instructors to apply to their ER pro-
grams for motivating L2 reading.

Another issue to be addressed is the relationship be-
tween ER and autonomy. The effect of ER on learner
autonomy has been vigorously discussed in the field of
research. Overall, the findings of those studies show ER
has positive impacts on developing learner autonomy.
According to such studies, learners tend to enjoy a sense
of achievement and feel satisfaction from reading books
on their own, and the feeling of achievement and satis-
faction increases their autonomy and confidence (Imrie,
2007; Mede, Incecay, & Incegay, 2013; Castillo & Bonilla,
2014). For instance, Imrie (2007) explored how learner
autonomy through an ER program developed at a Japa-
nese university. A ‘library’ of graded readers which were
brought to the classroom by the teacher in a ‘shopping’
cart’ was used to promote individualization and learner
autonomy across the English curriculum. The findings of
his study suggested that the ER program provided the stu-
dents with the freedom to select books which the students
were able to read on their own and were interesting to
them; therefore, extensive reading helped the participants
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to become more responsible for their own learning, and
this responsibility for their learning made students autono-
mous learners. Another study presenting the benefits of ER
in fostering autonomy was conducted by Mede, incegay,
and Incecay (2013). In order to examine ER’s effects on
autonomy, Mede and her co-researchers looked into how
participants in ER programs perceived oral book reports,
which were expected to be a medium to promote learning
autonomy. Students’ written reflections and semi-struc-
tured interviews from five students and two instructors
were the data of their study. The study revealed that ER
raised students’ responsibility of learning and enhanced in-
trinsic motivation in language learning. However, despite
enough evidence shown in the previous studies regarding
the usefulness of ER for building autonomy, those studies
did not analyze students’ written book report forms as the
main data of the research in order to examine how individ-
ual learners’ autonomy is constructed.

As discussed, extensive reading is a flexible notion as
applied to an instructional context. Further, learners’ en-
gagement in their learning process is essential for effective
learning. However, although learners in extensive reading
programs are supposed to be involved in reading on their
own, ER itself may not necessarily lead students to read-
ing. Having considered these, it is critical to find an effec-
tive way to drive students to become active participants in
extensive reading. In attempting to engage students in the
process of extensive reading, the current study utilized col-
laborative principles of active learning into ER. Although
benefits of collaboration for reading are consistently sup-
ported in L1 reading research, there is a lack of L2 exten-
sive reading research on collaboration as a key element
of active learning. Besides which, despite the plethora
of research demonstrating the effect of extensive reading
on learner autonomy, there is little research exploring the
process of autonomy formation during ER, particularly by
examining students’ book reading reports. Acknowledging
and responding to the deficits uncovered above, the cur-
rent study designs an in-class extensive reading program
incorporating active learning (hereafter referred to as the
active learning ER program) and aims to investigate two
questions by qualitatively analyzing students’ book read-
ing reports and interviewing the participants, nine students
and the instructor in the study as follows:

1) What features arise from students’ engagement in the
process of the active learning ER program?

2) How do the participants perceive the experience of
the active learning ER program?

lil. METHOD

1. The Setting

The active learning ER program of the current study was
conducted in an EFL university reading class. The EFL class
was offered as an elective for second year students who par-
ticipated in an interdisciplinary program as their minor. The
class met once a week for two consecutive fifty- minute-ses-
sions for a semester period of fifteen weeks. A total of eight
ER classes were given during the semester, excluding the
first orientation week, the mid-term and final exam days, and
two national holidays. During the orientation held in the first
week, students were informed of the active learning ER pro-
gram and the data collection of the research.

Formal assessment of students was inevitable since the
ER was part of a regular credit course. As used in other
classes at a college level, two written examinations (mid-
term and final examinations), attendance, and participation
in the class were included as formal assessment criteria for
the active learning ER program of this study. However, the
requirement of taking tests and doing ER as part of a formal
grade may take away from reading as pleasure as cautioned
by Day and Bamford (2002). Therefore, the instructor tried to
make the examinations easy and straightforward enough to
answer as long as students understood and remembered the
reading texts.' Additionally, absolute grading was allowed for
the class due to the small class size,” and this might prevent
excessive competition among the participants. These basic
guidelines regarding the assessment were given to the stu-
dents at the beginning of the program so that students could
focus on reading books without being too concerned about
the tests.

2. Participants

Participants of the study were the students and the instruc-
tor who were in the active learning ER program run as an
EFL credit class. All of them were Korean with the same L1
background of Korean. The number of the students was nine
in total. The students were in their second year of university,
and their ages ranged from 20 and 21. Their majors varied:
American Studies, Social Welfare, Visual Art, and so on.
They were not taking any other EFL reading classes apart
from this ER class during the semester when the study was
being conducted. Therefore, the ER provided in this study
was their major reading experience in English. Throughout
the study, one of the co-researchers in the current study was
the instructor for the ER class. She has a doctoral degree in
Teaching EFL and several years of experience running in-
class ER programs and teaching in university EFL contexts.

A short survey was given to the participants during the

" The mid-term and final examinations consisted of questions asking students to write a brief answer about the basic story or plot details; to identify

whether specific sentences in relation to the story were true or false.

% The university where the present study was conducted permits an absolute grading system if the class has fewer than sixteen students. The number of the

students in the class was nine.
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TABLE 1
Basic Information About the Participants
Student name Niaio Gender . Fopdness of For.ldness ?f reading The !eve.l of rea(.ling Diﬂicl_llties oi: reading
reading in Korean (L1)  in English (L2) anxietyin English in English
Joo Public administration Male 2 2 4 Grammar/vocabulary
Kong American studies Male 3 4 4 Vocabulary
Shin Social welfare Female 3 2 4 Grammar/not sure of the
understanding
Hyun Trading and logistics Female 3 2 4 Not sure of the understanding
Eun Social welfare Female 3 2 4 Vocabulary
Ji Trading and logistics Female 3 3 4 Grammar/vocabulary
Ann Visual arts Female 3 2 4 Vocabulary
Seo American studies Male 3 3 4 Vocabulary
Soo Trading and logistics Female 2 2 4 Grammar/vocabulary/

not sure of the understanding

Note. Three question items, fondness of reading in Korean (L1), fondness of reading in English (L2), and the level of reading anxiety in English, had a
five-point scale. In students’ responses to the three questions, a higher number indicated a higher degree of fondness and anxiety.

orientation week to collect general pre-information about
learners’ reading tendency both in Korean (L1) and English
(L2). The questions in the survey were written in Korean
and included: (1) to what extent they liked to read in L1; (2)
to what extent they liked to read in L2; (3) if they had read
any English books; (4) what were the difficulties in English
reading. Table 1 presents the general information about the
students and survey results. As shown, the majority of the
students did not seem to enjoy reading either in L1 or L2. Es-
pecially, they tended to be anxious about reading in English.
In addition, seven out of the nine students had no experience
of extensive reading.

3. Reading Materials

For the reading materials of the study, graded English
readers were employed. Graded readers, which refer to books
carefully written for learners of EFL, have been commonly
used in ER programs even though there are some people who
doubt their appropriateness as a link to reading non-graded
authentic materials (Uden, 2013).

In order to choose a proper level of books for the students,
a quick placement test’ was administered. The test results
showed that all the students belonged to Level 1 of graded
readers. Through the experience of her running in-class ER
programs in university, the instructor had learned that it was
rational for students with no experience of ER to have guid-
ed resources. Primarily considering that the students were
beginners, the instructor chose four graded readers at low
level. Furthermore, the content of books was also counted in
selecting reading materials. The books which students in the
previous ER classes of the instructor enjoyed reading were
added in among the reading resources.

After having decided on such guided resources, the in-
structor presented them with synopses of each resource and
asked the class to select two books to read together in class.
Since students in the ER of this study had sharing time about

their reading in class, they had to read the same books. Stu-
dents agreed to choose Billy Elliot (by Penguin Readers) and
Love Among the Haystacks (by Oxford Bookworms) for the
reading materials.

4. Implementing the Active Learning ER Program

The in-class active learning extensive reading program
was designed based upon the recognition that teacher’s roles
need to be added to make students engage in the process of
extensive reading. With this perception, the researchers pro-
posed an ER program with four stages, which consisted of
sustained silent reading, self-clarification, sharing, and reflec-
tion stages. Each stage had its own specific learning activities
and work types, but they were all connected within the pro-
cess of active learning in which students read the text, wrote a
book report, discussed their reading with peers, and presented
their co-work to the class. As described in Table 2, the active
learning ER program was implemented in the following se-
quences.

TABLE 2
The Outline of Implementing the Active Learning ER Program
Steps Stages Activities Work type
1 Sustained silent ¢ Reading text (30 minutes) Individual
reading work
2 Self-clarification * Summarizing the text in L1
» Writing notes for self-learning
(15 minutes)
10 minute break
3 Sharing « Talking about the story in Group work
group or class (15 minutes)
4 « Collaborative writing about Group work
the summary in L2
« Short presentation about the
collaborative writing to the
class (25 minutes)
5 Reflection < Finalizing the book reading Individual
report (10 minutes) work

? This study employed the placement test of Oxford Bookworms. The website of Oxford Bookworms provides a quick placement reading test with the
aim of helping students find the best Bookworms level to start from. There are six levels in the test kit and 30 questions in each level of the test. See the
link at https://access.oup.com/eac/login.htm?url=https://elt.oup.com/teachers/ bookworms/leveltests/?cc=kr&selLanguage=ko&mode=hub for further

information.
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1) Sustained Silent Reading Stage

For the stage of sustained silent reading, the students and
instructor negotiated the amount of reading and set aimed
reading pages for the day at the beginning of every class.
The targeted amount of reading was needed for collaborative
activities in the sharing stage such as book talk and collab-
orative writing. Students had about 30 minutes of indepen-
dent silent reading time. During the individual reading, the
students could ask the instructor if they had any vocabulary
questions on their reading texts; but they were not allowed to
use a dictionary.

2) Self-clarification Stage

Once students finished the agreed amount of reading, they
moved to the stage of self-clarification. During the stage,
students produced a book reading report in L1. For the first
two weeks of the program, the instructor gave the students
directions on how to produce the book reading report in order
to coach and facilitate students’ autonomous learning. For a
book reading report in this stage, students wrote out a simple
piece about what they had read, including a brief summary
and their own feelings about the text. They sometimes need-
ed to re-read some parts of the text to clarify or confirm that
their understanding was correct. They also recorded language
points which were meaningful for their learning. Addition-
ally, students were encouraged to write questions or other
unclear parts on their reading, which they could ask of their
peer group or the instructor in the following stage of sharing.
Since all these works served as a test of student’s ability to
recall details of the text, it was expected that students would
remember new vocabulary and grammar in the long-run.

3) Sharing Stage

After they produced a short summary of their reading and
recorded learning points in the book reading report form,
during the sharing stage students talked about their reading
either in a small group or in class. They discussed various
aspects of the contents of the book, including the main
characters of the story, the plot, events, and possible sequel.
Through the book talking, students sometimes helped each
other understand what they were reading. Such a book dis-
cussion with peers in ER is seen as motivating each other to
read more since they can enhance student enjoyment of read-
ing (Jacobs & Renandya, 2014). Another benefit of book talk
is to push students to think more deeply about what they read.
As Freire (1970, cited in Crookes, 2013, p. 62) stated, “Only
dialogue, which requires critical thinking, is also capable
of generating critical thinking. Without dialogue there is no
communication, and without communication there can be no
true education.” Following the peer discussion, the students
wrote a summary, and this time they were instructed to pro-
duce the summary in English in a collaborative way in small

groups.’ They were allowed to use a dictionary for the collab-
orative writing. It was expected that throughout the peer dis-
cussion and collaborative writing, students would experience
self-directed learning as they needed to share knowledge
about vocabulary, grammar and the storylines that they might
not understand while they had been reading individually. Stu-
dents were given a chance to share their collaborative writing.
A student in each group did a presentation on the summary of
collaborative writing to the class.

4) Reflection Stage

The final stage of the active learning ER program, reflec-
tion stage, gave students extra time to reflect by themselves
on their reading by finalizing the book reading report which
the students had produced in the earlier stage of self-clarifica-
tion. This last stage aimed to provide students with opportu-
nities to review and sum up what they learned from the active
learning ER program, to add up any further meaningful
learning points to them, and to polish the book reading report
if students had been in a short time beforehand. All these
critical reflection processes intended to engage the students
in active learning and eventually lead them to self-directed
learning.

5. Data Collection and Data Analytic Frame

The current study reports on a small-scale research project
which aimed to investigate how EFL students engaged them-
selves in the process of the active learning ER program and
how they experienced the ER program. Dealing with those
research questions, the study was conducted qualitatively.
Thus, the results were represented in the form of description
and explanation of some phenomena which happened to the
students during the ER. Quite a few studies have shown that
ER had positive effects on learners’ L2 linguistic abilities,
such as vocabulary (Grabe & Stoller, 1997; Horst, 2005;
Poulshock, 2010), grammar (Yang, 2001), writing (Tsang,
1996; Tudor & Hafiz, 1989), and general L2 proficiency
(Iwahori, 2008; Mason & Krashen, 1997). However, those
studies were quantitatively based without looking into how
ER facilitated the improvement of the linguistic abilities.
Sakui and Gaies (1999) point out that there are limitations
as to how deeply quantitative studies can look into learners’
learning process. Also, Nunan (1990) states that “the general
goal of a qualitative research is to provide rich, descriptive
data about what happens in [the] second language classroom”
(p. 44). In this light, a qualitative method is better suited for
this study as the study aims to depict L2 learners’ participa-
tion in the active learning ER program class and their experi-
ence of the ER class over a span of time.

Students’ book reading reports and interviews were the
primary data for the current study to explore. The book
reading reports were collected from all students at the end of
every ER class in order to learn what and how students did

*The current study aimed to examine the engagement in the learning process of active learning ER program and their experience of it. Thus, the English
writing the students produced collaboratively was not used for the data of the study.
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in the ER class. The book report required students to write
(1) the number of pages they read; (2) to what extent they en-
joyed the reading; (3) a summary of the reading; (4) feelings
or an opinion about the reading; (5) any further notes, ques-
tions, comments, and useful linguistic items (new vocabulary,
idioms) for themselves. The students could produce the report
either in L1, Korean or L2, English. To reduce the stress of
time constraints from students and provide them with an op-
timal self-learning environment, if students had a shortage of
time for writing such a report in class, they were allowed to
submit it through email. However, most students managed to
finish the writing within the time limit. The collected reports
at each class were reviewed by the instructor, photocopied,’
and returned to the students in the subsequent week. The
instructor kept monitoring if the students understood the text
properly and correctly; if they had any questions or com-
ments; if they enjoyed or hated reading any parts. She gave a
brief feedback on the reports, including acknowledgements
to students’ feeling and responses to the questions if there
were any. In this sense, as valued by Uden (2013), the book
reading report generated by students and reviewed by the in-
structor was a place to interact with each other.

Interview data were collected from the students and the
instructor individually shortly after the end of the academic
term to examine their experience and evaluation of the ac-
tive learning ER program. The interview was carried out by
one of the co-researchers, who was not the instructor in the
ER class. It was semi-structured, informal and open-ended.
During the interview, students were asked to answer to what
extent they enjoyed the ER class. They were also asked to
explain what aspects and activities of the ER they were or
were not satisfied with. There are a few studies investigating
students’ general perception or reaction toward ER (e.g., J.
Park, 2015). Unlike those previous studies, however, this
study asked students more specific questions — how they felt
about the silent reading time, the book talk, the book reading
report, and collaborative writing they had experienced. Fur-
thermore, they were asked what was the most difficult for
them in reading English books, and what they thought about
the content of the books they had read. An interview with the
instructor was also administered. During this interview, actual
and vivid descriptions of the ER classes were solicited. Peda-
gogical suggestions were also drawn. The interviews with the
instructor and students were conducted in their L1, Korean,
as the participants were assumed to feel more comfortable in
expressing their thoughts in their native language. All inter-
views were audiotaped and transcribed for coding and anal-
ysis. The data were translated from Korean to English. Notes
were also kept for each interview.

The data of book reading reports and interviews with
students and the instructor were analyzed qualitatively. The
qualitative analysis consisted of identifying and categorizing
features or themes found in the data. This kind of analysis is
commonly used in the research, which attempts to look for
core consistencies and meanings from qualitative data (Patton,
2002). In order to find features or themes of the qualitative

¥ Photocopying the reports was made with students’ permission.

data, this study used an inductive approach whereby the ana-
lytical framework was grounded in the data. That is, distinct
features and themes emerged from a reiterative reading of the
individual learners’ book reading reports and interview tran-
scripts rather than being classified by using predetermined
categories. Then, after the researchers’ cross-checking of the
meanings of the comments, data were coded according to the
themes which appeared significant among the participants.

IV. FINDINGS AND DISCUSSION

1. Features of Students’ Engagement in the Learning
Process

Throughout the active learning ER program, students
were involved in procedural activities such as silent indi-
vidual reading, book discussion, and writing book reports.
The book reading report (BR, hereafter) data provide ev-
idence that students enjoyed the independent reading and
enthusiastically engaged in the overall learning process of
the active learning ER program. The following describes
salient features appearing in the learning process of the
ER program.

1) Development of Linguistic Sensitivity to L2

First of all, as students went through the active learning
ER program, students’ linguistic interest and sensitivity to
the English language seem to improve. For example, as
seen in her book reading report (Chapters 3 and 4), Ji rec-
ognized the beauty of literary expressions in English in the
books she read and was impressed by metaphoric descrip-
tions of the characters’ motion and background scenes of
the story in Love among the Haystacks (Love, hereafter).
That is, she stated that the style of writing in the scene
where shy Maurice was having fun on a date with Paula
was different from that of Billy Elliot (Billy, hereafter) and
included lots of beautiful literary expressions. The pas-
sage, “The young man stood alone in the field, listening to
the sounds of the night. Then the moon came out, catch-
ing the flowers in its light,” was described as particularly
impressive and pretty. In another novel she read, Billy,
she was able to notice hidden meanings in the dialogue
following the storyline in the context of the novel, as she
described the most impressive part in that day’s reading:
Tony shouting “T’ll kill you!” at Billy because he was shy
and didn’t want to show his thoughts and feelings. Ji also
wrote that she was impressed because she could read the
mind of Tony toward Billy, and the feelings of the audi-
ence concerning Michael and Tony’s rude behavior were
touching because the rude behavior meant they were really
proud of Billy. These examples certainly demonstrate that
students naturally developed sensitivity to the meanings of
English words and expressions in the active learning ER

I /



Modern English Education, Vol. 20, No. 3, Fall 2019

program.

Apart from her sensitivity to English expressions, inter-
estingly, Ji tried to write the summary and feelings of book
reading in English in the report form for the first time (Ji
BR; Love, Chapter 2). This feature showing students’ de-
velopmental processes of linguistic ability is also found in
other students’ book reports. Joo, who had not had much
learning aptitude and motivation to study before, produced
the book reading report in Korean at the beginning of the
course. However, halfway through the course he switched
from Korean to English to write the summary without
prompting (Joo BR; Love, Chapter 2). In addition, Kong
attempted to integrate both Korean and English in writing
the summary of the story as shown in Figure 1.
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FIGURE 1 Kong BR: Love, Chapter 1

Unlike many of the quantitatively-based previous stud-
ies on ER (e.g., Grabe & Stoller, 1997; Iwahori, 2008;
Tsang, 1996; Yang, 2001), as seen from the above exam-
ples, the data of the students’ BRs reveal that students
were actively engaged in reading novels and understand-
ing meanings of literary expressions of English; they also
gradually and spontaneously developed their sensitivity
and literacy toward the target language through the stages
of the active learning ER program. Eventually, all these
possibly may lead them to improve autonomous learning
skills, as well as language skills in English.

2) Empathy and Expansion of Indirect Experience

During the reading process, participants often put their
feelings into the story and shared the main characters’ feel-
ing or experience by imagining what it would have been
like to be in their situations. They also linked their own
current situations and past experiences to the main charac-
ters. In short, students were able to understand and share
others’ feelings—that is, empathy—through the oppor-
tunities of reading the novels and writing the BR. This is
found in the Ji’s BR (Chapters 4 and 5). Ji stated the con-
flict existing between Billy and his father (Jackie) seemed
to be similar to her own situation where her thought often
contradicts that of her parents. This made her deeply un-
derstand Billy and feel sorry about his condition.

Additionally, students attempted to use imagination to
guess the next events after reading an episode. They overt-
ly expressed their understanding, respect, or even criticism
toward the characters of the novels. Their deep under-

standing of the characters’ situations could help them gain
insights for their own lives. For instance, Shin showed her
sympathy and understanding of the main character, Billy.
She stated that she understood how Billy was nervous and
trembled on the spot in the audition. Further, Shin was also
anxious as she read the description of Billy’s failure in the
audition, hoping that he could have one more chance in
the audition to dance well (Figure 2).
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FIGURE 2 Shin BR: Billy, Chapter 12

Furthermore, students learned lessons from the stories
they read and expanded their experience indirectly. For
instance, Shin evaluated herself as a person who tended to
be worried and afraid of speaking in front of other people,
reflecting her fear of being judged by others. In contrast to
her own personality, Shin appreciated the main character’s
courageous behavior as Billy did what he wanted to do
despite the other’s judgement or disturbances in the story.

As Koritz (2005, p. 80) puts it, “because literature en-
gages the subjective dimensions of experience in ways
that evoke empathy with lives different from our own, it
provides a unique and powerful pathway for exploring
the relation of individuals to the public realm.” Likewise,
students in the current study came to gain empathic capa-
bilities via reading works of literature. This feature is well
captured in the participants’ BRs.

3) Enhancing Value Systems and Moral Attitudes

Another distinguished feature in students’ book reports
is that students heightened their altruism and social values,
and thinking about their relationships with their family or
neighbors was also affected. For instance, Hyun expressed
that she was impressed by the family members’ love and
concern toward Billy, observing that she had often been
jealous of her brother or sister’s success (Hyun BR; Billy,
Chapters 13 and 14). Seo was also strongly touched by
Billy’s attitude as Billy did not hesitate to give up a really
important audition chance on behalf of his brother, Tony
(Figure 3).
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FIGURE 3 Seo BR: Billy, Chapter 8

In addition, Kong agreed with the main theme of the
novel and was assured that money is not more important
than other social values such as love, passion or sincerity.

When Billy said to the ballet coach that Billy couldn’t
dance ballet because he had no money, the coach replied
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she did not teach ballet for money and proposed Billy take
a ballet audition. In the scene I thought the coach was a
wonderful person. And that scene remains longer in my
memory (Kong BR: Billy, Chapter 5).

As seen, participants in this study felt and shared moral
attitudes and value systems portrayed in the story they
read during the active learning ER program. This implies
that ER provided them with chances to ponder over moral
and social values. Even though J. Park and H. Kim’s study
(2015) was limited to examining primary school students,
their study also found that ER helped to spur moral sen-
sitivity, interest in social issues, and care for others in the
participants. Given that little research exists addressing
moral issues in the literature of ER, the evidence of the
present study supports the possibility for ER to encourage
young adult learners’ moral behaviors and social responsi-
bility.

4) Being Responsible for Their Own Learning

Students, who engaged in the active learning ER pro-
gram became aware of the need for self-studying. That is,
responsibility and autonomy for their own learning seem
to be activated. For example, Shin commented in her book
reading report (Figure 4) that she did not enjoy reading
English books as she was not confident of English before.
However, in the active ER program, when her reading was
frequently interrupted during the class due to numerous
literary and poetic expressions and difficult words in the
novel Love, unlike Billy, she decided to check and study
vocabulary at home in advance.
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FIGURE 4 Shin BR: Love, Chapter 1

In the following week, Shin wrote in the book reading
report (Figure 5) that she found it far less difficult and could
enjoy reading because she had read at home in advance; she
discussed the text with her group members; and the profes-
sor sometimes gave her a few tips to understand it.

ol ok A e o] 3l ORIhL Gritki,,
Tale| Be) Sledin DUleRMeas, Dol UKV ZUAE TG TE 23
oWl Vs g Fal Kol avmiddoch

FIGURE 5 Shin BR: Love, Chapters 2 and 3

In her last book reading report, Shin expressed that, de-
spite earlier difficulty with understanding texts, as she fol-
lowed the procedures of the active ER program, she came
to comprehend the storyline more clearly. Moreover, she
talked about her plans to read more English books during
her holiday (Shin BR: Love, Chapter 6). These comments
imply that she gained a great deal of confidence in reading
English texts through the ER course, which in turn moti-
vated her to read more texts in English outside the class-

room.

As seen in her notes, Shin realized the need of
self-studying prior to the class and implemented her de-
cision by checking difficult words of the text at home in
advance. After the class, she evaluated the previewing as
enormously beneficial for understanding the text in class.
These results suggest ER plays a positive and crucial role
in building learner autonomy. In line with findings of pre-
vious studies (Castillo & Bonilla, 2014; Fujigaki, 2012;
Mede, Incegay, & Incegay, 2013), this study also docu-
mented that the process of the active learning ER program
enhanced the learners’ self-directed learning for their own
study and their being more responsible and aware of read-
ing.

2. Participants’ Reflection on the Active Leaming ER
Program

During the interviews, the students and the instructor
discussed their experiences of the active learning ER
program. Many common themes were revealed over the
course of the interviews with participants. The data de-
scribed in response to the tasks of the active learning ER
across participants are as follows.

1) Interview With Students
(1) Overall Evaluation of the Active Learning ER Program

First of all, students noticed and appreciated that the
active learning ER program they experienced for a se-
mester different from the common EFL reading courses
they usually had. They clearly distinguished the different
approaches of the ER classes from other classes. Most of
them described the ER program as providing them with a
comfortable, refreshing, and stress-free atmosphere. This
was mainly due to reading authentic materials rather than
English textbooks for tests, and sharing and gaining un-
derstandings of the plot of the novels with other students
in discussion. Here are some excerpts illustrating such
cases:

The in-class reading was as comfortable as reading books
at home. I liked discussing with others and it was helpful
for me to talk freely to others about my thoughts in class. |
wish to have more classes like this kind of class (Interview,
Eun, December 18, 2017).

This kind of reading is more likely to be helpful for our
lives... If we study English as in this ER class, it would
help us improve our real English and speaking skills as
well. On the other hand, until high school I had only read
English texts fast to get answers for given questions, ...
and other English classes like TOEIC class are limited to
technical skills (Interview, Kong, December 18, 2017).

As seen in the interview excerpts, overall the students
participating in the active learning ER program were sat-
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isfied with the program. They appreciated that the active
learning ER program provided a useful setting for L2
learning by allowing students to choose the reading mate-
rials to read together in class, allowed them to read them
on their own at their own pace, offered them an opportuni-
ty for collaborating with their peer group, and made them
reflect on their own learning by producing book reading
reports.

(2) The Reading Activity

Although most of the students said they had not been
very fond of reading even Korean books before the current
study, they replied that they really enjoyed reading during
the active learning ER program. Furthermore, the students
appreciated the beauty of English metaphoric expressions
embedded in the texts. This is in line with the data re-
vealed from the book reading reports.

Reading novels in the class was refreshing for me, and
I enjoyed learning different styles and expressions of
English for real-life situations by reading the novels
(Interview, Seo, December 18, 2017).

I liked books when I was young, but in my high school
days I came to dislike reading books because I had to
analyze word by word in the text. However, in this reading
class I liked books in English again. I was reading them
without looking in the dictionary and checking words...
As for me, Love included more literarily touching
expressions even though it was a bit more difficult to
read than Billy Elliot at the start. But later on I thought
the expressions in Love were beautiful (Interview, Ji,
December 19, 2017).

Thanks to the enjoyment of reading, the majority of
students presented that they gained confidence in and fa-
miliarity with reading novels in English after the active
learning ER program class, and they were motivated to
read more English books outside the classroom.

From now on, I’ll be eager to read English books. So
far I always made excuses not to read books due to my
busy schedule, but I found reading books gives me lots of
benefits (Interview, Eun, December 18, 2017).

As depicted, most students had a positive experience
of the reading activity during the active learning ER pro-
gram. More interestingly, they expressed their willingness
to read English books in the future. These findings imply
that the active learning ER program had a positive impact
on promoting positive attitudes, and the positive attitudes
may enhance the learners’ motivation for further reading.
Research findings in previous literature (e.g., Imrie, 2007,
Judge, 2011) also suggested that L2 readers after experi-
encing ER were motivated for further reading, explaining
that the increased positive attitudes after ER may motivate
the L2 readers for further reading.

Despite the positive comments in general, it was found
that some students reported that reading in L2 on their

own was a challenging task for them. Some participants
replied that they experienced difficulties in comprehend-
ing the reading texts when they did not have knowledge of
words or grammar. In particular, they were troubled with
literarily delicate expressions. Some of the students report-
ed that when they wanted to ask the instructor questions,
they were afraid of disturbing other students in the middle
of the silent reading time.

I didn’t tend to understand English sentences rather than
words. At the start, I was embarrassed when I found my
comprehension of the text different from other students
(Interview, Soo, December 18, 2017).

My deficient English proficiency is the main obstacle to
reading novels and following the story lines (Interview,
Joo, December 19, 2017).

Notwithstanding, as time went by, students perceived
that their reading comprehension improved with assistance
from other students or the instructor. Soo stated, “As time
went on, around the halfway point of the semester it was
getting better for me to understand the story. I sometimes
asked other students. Talking with other students also
helped.” It thus appears that collaborative elements in the
active learning ER program such as checking or asking
questions with their group helped their understanding and
learning eventually.

(3) Talking About Books

Book talk was one of the key structured groups and
face-to-face classroom tasks of the active learning ER
program. As supported by several ER practitioners (e.g.,
Jacob & Renandya, 2014), this study also revealed that
talking about books with other students benefitted stu-
dents’ motivation to read and ability to understand the
content of texts. A majority of the students replied in the
interview that the group discussion was an enjoyable and
helpful activity because they could enlarge their under-
standing of content and expressions by sharing ideas with
other participants.

I really enjoyed the group discussion. Even though we
had similar ideas, I think group discussion was necessary
because I could learn from others what I had not been able
to understand on my own. While I was sharing meanings
of English expressions in the story, my understanding
became clearer and lasted longer in my memory (Interview,
Hyun, December 19, 2017).

When I read English texts by myself, I sometimes
misunderstood the content as I am not good at grammar.
But with other students we shared our problems and
got to reach the right understanding of the text together
(Interview, Shin, December 18, 2017).

A noteworthy point is, however, that some students
mentioned difficulties in participating in book talks due to
their self-perception of low English proficiency or inactive
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personality. This feature was also observed in a study by
J. Hwang (2018). According to the previous research, stu-
dents who identified themselves as a low level learner of
English tended to compare themselves with other students.
Anxiety was also found in such students. Here are some
examples:

I enjoyed listening to others’ speech and discussing
ideas, but due to my low English competence I rarely
participated in the group discussion (Interview, Joo,
December 19, 2017).

I tend to be shy and introverted, so I had difficulties raising
better opinions on the text in the group (Interview, Seo,
December 18, 2017).

The findings described above imply that there is a
possibility of overlooking opinions of students with low
English proficiency or introverted personalities, and this
might lead to biased conclusions in the group discussion.
Therefore, voices from those ‘silent” students should be
accommodated in the group discussion.

(4) The Book Reading Report

Most participants stated that writing book reading
reports was useful and necessary because they had oppor-
tunities to jot down the story summary, feelings, and com-
ments on the reading section in each class.

I think writing a book reading report was necessary
for summing up the story and my opinions. I couldn’t
have remembered them if I only had discussion sessions
(Interview, Ji, December 19, 2017).

Besides which, writing book reading reports provided
students with opportunities to learn and use English by
themselves; that is, writing book reading reports led stu-
dents to have self-directed language learning experiences.

I didn’t mind writing the report at all. I liked summing up
the story, writing what I had learned, my personal feelings
and comments. While filling in the report form, I conjured
up some English words and idioms from the text I had
read. It seemed to be that I naturally picked up how to use
those words or expressions to describe my own thoughts
in the book reading report (Interview, Seo, December 18,
2017).

As shown, the book reading reports seem to have
strong justifications for use in the active learning ER pro-
gram. Book reading reports in ER programs, in general,
have not received much attention as an important route to-
wards autonomous learning for students. In fact, a few ER
experts such as Renandya (2007) highlighted a negative
aspect of book reports, saying that learners were reluctant
to write a book report when they were required to produce
it. However, as already found in the data of students’ book
reading reports, the interview data of the current study
also demonstrates that students reflected on book reading

reports as a beneficial learning tool.
2) Interview With the Instructor

The instructor of the active learning ER program re-
flected on her experience of running the ER program.
She stated that a free and relaxing class atmosphere and
students’ active engagement of the class were the most
positive and salient outcomes of the active learning ER
program.

Teachers in the context of university education don’t seem
to operate or enjoy ER classes in general. But I enjoyed
the ER class especially this term. It might be due to the
small size of the class. If there had been 30 students, it
would have been hard for me. If there had been curved
grading, it would have been a great burden for students.
Students studied in a free and relaxing atmosphere this
semester. I saw the students were engaged in reading
books, joining in group talk and writing the book report
(Interview, Hwang, December 21, 2017).

In particular, she considered the book reading report a
crucial tool for students to lead to autonomous learning.
Here are her comments on the book reading reports.

I particularly liked to read students’ book reading reports.
I could see through writing the book reports students
internalized their learning and managed to develop a
mode of self-directed learning. The book report seemed
to increase even internal motivation to read. So I really
think the reading report was an important tool for students
to be autonomous language learners. They increased their
interest toward English and were motivated to read more
English books (Interview, Hwang, December 21, 2017).

She added her comments on the teachers’ role for a
successful ER:

The teacher is fully responsible for making an ER program
understandable to students, helping them to choose proper
reading materials, and conducting learning activities in
class. But a more important issue is how to maintain
students’ motivation to read. Reading itself can be very
boring to some students. I believe that students need to
be left alone with books for a longer period of time and
that teacher supervision should be very discreet. But apart
from that, the teacher needs to make the ER encouraging
and involve students in the reading program. I can say
from my experience just letting the students read on their
own may not be enough (Interview, Hwang, December 21,
2017).

As seen in the claims by the instructor, it is important
to provide students with a proper learning context for an
effective ER program. In particular, teachers need to think
about how to engage students in the ER. Day and Bam-
ford (2002, p.4) make useful comments in relation to the
teachers’ role, stating as follows:

Teachers can keep track of what and how much each
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student reads, and their students’ reactions to what was
read. The foreign language reading classroom can be
a place where teachers discuss books with students,
and answer their questions and make tailor-made
recommendations to individual students. It can be a place
where students and teachers experience together the value
and pleasure to be found in the written word.

V. CONCLUSION

This study began with pedagogical considerations of
how to provide students with meaningful input and in-
crease learners’ active participation in the learning context
where reading is regarded as a passive learning activity.
From this initial starting point, a tailor-made extensive
reading program was developed, taking the approach of
active learning. Further, the ER program was implement-
ed at a college EFL reading class. The aim of the current
study was two-fold. First, it was intended to investigate
how the students as the central agents of the learning en-
gaged in the processes of the active learning ER program.
Second, it was to explore how the students and the instruc-
tor perceived their experience of the new learning and
teaching channel. To this end, the study used a qualitative
method of research. It analyzed the data of students’ book
reading reports and interviews quantitatively.

Several noteworthy features were captured from the
qualitative data analysis. First, students really enjoyed the
individual silent reading time and enthusiastically engaged
in the activities of the ER program. It seems that they
gradually became more sensitive to the linguistic charms
of a foreign language and attracted to them via extensive
reading. All these learning processes seemed to help the
students gain confidence in reading English texts. Second,
students often positioned themselves in the story, reflecting
on their own experience. Moreover, their empathy with
the characters’ situation of the story grew. Through these,
they had beneficial opportunities to learn moral values and
social responsibility. Third, students” autonomous learning
skills improved. Sharing the same content and amount of
reading with their classmates pushed them to realizing a
need of self-studying outside the class. Writing reports on
their reading gave the students the chance to learn various
self-directed learning skills, such as summarize their read-
ing, recording their learning points and reviewing them,
and using English for themselves. Additionally, through
book talk and collaborative writing, students shared their
thoughts and feelings with others, helped each other to
understand the text, and produced and presented a joint
work. All these eventually led students to building self-di-
rected language learning experiences and enhanced the
learners’ motivation in learning a foreign language and
further reading.

Despite the obvious benefits of the active learning ER
program, some students indicated their frustrations with
the ER classes during the interviews. They expressed that
they still needed teacher’s explicit teaching or further help.

They preferred more involvement of the instructor be-
yond that of a mere facilitator for the class. As mentioned,
reading in English on their own was a challenging task for
some students, especially when they felt their competence
in the target language was limited. They suggested that
relevant grammar teaching from a text or more precise
explanation from the instructor could be helpful for them.
Although students in general enjoyed reading and were
satisfied with the program, there is a possibility of over-
looking less enthusiastic students’ opinions. Therefore,
voices from those ‘silent’ students should be accommodat-
ed for a better ER program. Much attention should be giv-
en to the role of teacher as a competent facilitator rather
than a mere observer in the process of implementing the
program.

The current study adopting the qualitative research
method has revealed significant findings, which little of
the mainstream quantitative research on ER in the research
literature presents. However, there are some limitations
to this research. First, generalizing the research is con-
strained, since it was small-scaled with a small number of
students. A large-scale study on ER in different settings
may result in different research findings. Thus, more re-
search is necessary. Second, although improvement in sev-
eral aspects of learning process, such as students’ linguis-
tic awareness, confidence, motivation, and autonomous
learning was observed after the program, the study did not
fully explore whether there were any differences between
other models of ER and the active learning ER program.
Future research needs to be conducted to compare the ef-
fects of the active learning relative to another type of ER
program.
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